This study explores the impact academic teachers' writing of a teaching portfolio can have on their professional learning. Through an open-ended questionnaire, 26 academics from three faculties reported on insights, effects on teaching practice, and effects on collegial exchange that the portfolio writing entailed. We discuss how the experienced impact relates to the three competence levels excellence, expertise and scholarship of teaching and learning. With regard to academic development, we conclude that the writing of reflective teaching portfolios has the potential of contributing to an emerging academic community of practice characterised by a scholarly approach to teaching and learning.
Introduction
Teaching portfolios are increasingly being used for assessing academic teachers' qualifications. One example is the assessment of teachers applying for membership of pedagogical academies, a pedagogic system of accreditation used at several universities in Sweden (Ryegård, 2013) . The pedagogical academies recognise and reward good teaching efforts and enable a career path focused on teaching, similar to existing pathways oriented towards scientific research. Fellowship accreditation by the Higher Education Academy in the United Kingdom and elsewhere is another area where teaching portfolios are widely used.
In addition to assessment, teaching portfolios are used for developmental purposes. Trevitt, Stocks, and Quinlan (2012) emphasise that writing a teaching portfolio has the potential of developing teachers' capacity to reflect when interpreting, making judgments, setting priorities, applying, and connecting what is learned about learning and teaching to their own practice. The teaching portfolio has been described as an interplay of text and action; it requires the teachers to verbalise their ideal teaching behaviour and then to live up to that ideal, and also to give the teachers a basis for evaluation and reflection where thinking may need to be re-negotiated in the light of its enacting (Buckridge, 2008) . Writing a teaching portfolio thus offers a mechanism for developing and improving teaching practice (Buckridge, 2008 (FitzPatrick & Spiller, 2010; Jones, 2010; Trautwein, Nückles, & Merkt, 2015) , we have not been able to find any studies on its impact on teaching practice as such.
The current study explores the effects of academic teachers' experience of portfolio writing on their teaching practice. The study was carried out in a Swedish context, at Lund University. This was where the first Swedish pedagogical academy was established in 2002, at the Faculty of Engineering (Andersson & Roxå, 2004) ; subsequently other faculties followed. Teachers from three faculties were included in the study: Engineering, Science, and Social
Science. An open-ended questionnaire was used for surveying the teachers' experiences of writing a reflective teaching portfolio according to the guidelines of the pedagogical academy. As described in these guidelines, teaching practice not only means classroom teaching practice, but all parts of the teacher's practice aimed at students' learning, such as planning and designing teaching and learning activities, assessment, and evaluation; consequently, this is how teaching practice should be understood in the current study. The aim of the study was to explore whether the writing of teaching portfolios had possibly brought about changes in academics' teaching practice and collegial conversations about teaching.
Academic development units at universities around the world are often involved with supporting teachers who are in the process of writing a portfolio. The support ranges from individual supervision meetings, to workshops for larger groups, to online tutorials. Facilitating educational developers' understanding of opportunities for providing support thus appears to be crucial to academic teachers' professional development. By investigating the impact that the process of writing a teaching portfolio can have, as perceived by the teachers themselves, our goal is to facilitate educational developers' opportunities to support the advancement of the scholarship of teaching and learning and, as the primary goal, a teaching practice that promotes student learning.
Background

Teaching portfolios within academia
Teaching portfolios may be written under different conditions and for different purposes. Smith and Tillema (2003) define four types of portfolios based on whether they are mandated or voluntary, and written for promotion or development: the dossier (mandated, written for promotion), the training portfolio (mandated, written for development), reflective portfolio (voluntary, written for promotion), and the personal development portfolio (voluntary, written for development).
The portfolios written by the respondents in this study can be regarded as instances of the reflective portfolio (Smith & Tillema, 2003) . It comprises work samples accompanied by a reflective section (teaching philosophy); the portfolio should monitor the teacher's practice as an integrated whole, including plans for the future and references to the literature. Portfolio writing, hence, requires an ability to reflect on practice.
Reflective writing as part of reflective practice
For many teachers it can be perceived as difficult to express the tacit knowledge that characterises the practical part of professional practice (Smith & Tillema, 2003) . One explanation that has been advanced is that knowledge of a practical nature is often implicit, and therefore difficult to verbalise. Moreover, such practical knowledge is part of a more holistic professional knowledge, which can be difficult to break down into smaller fragments (Zanting, Verloop, Vermunt, & Van Driel, 1998) .
Portfolio writing is a process where the teachers reflect on some specific cases from their own teaching experience, link these experiences to literature, and formulate their own personal theory or philosophy. Such personal theory can help teachers discover that their practice rests on a theoretical basis, and help them understand what this theoretical basis entails (Jones, 2010) . For many academic teachers, the teaching portfolio is a new and different genre (Trevitt et al., 2012) . The different rhetorical demands of the reflective portfolio genre may therefore be a challenge (Goodfellow & Lea, 2005) . The teacher needs to develop strategies to reflect, and also receive feedback on their text in order for the portfolio writing, and the reflection process that is involved, to move forward (Trautwein et al., 2015) . The preparatory workshop that the teachers in our study have participated in has a special focus on these conditions, with peer interaction and peer feedback being a major component. Participants meet for three hours on three occasions during a period of two months. Between meetings they write their own text and share it with the other participants. They also read other participants' texts and provide both written and oral feedback. The oral feedback is provided during workshop meetings, where general questions regarding teaching portfolios are also discussed.
By writing a portfolio text, the teacher can practise the ability to express and to see the connection between individual parts as well as overall professional teacher competence. In particular, writing a reflective personal theory involves training to formulate the various thoughts and experiences from practice that can be linked into a coherent whole (Jones, 2010) . Handal and Lauvås (1987) define such a theory as 'a person's private, integrated but ever-changing system of knowledge, experience and values which is relevant to teaching practice at any particular time' . By articulating this theory, the portfolio could help to make it explicit, thereby offering the prospect for development of teaching practice (Trautwein et al., 2015) .
In an academic context, reflection has been defined as a mental process in which incidents are recalled and described, and which also assumes an ability to discuss cause and effect, and anticipate the outcomes of different measures and moves (Ryan, 2010) . The effects of teachers' struggle to verbalise their experiences in a reflective portfolio could be compared with how the writing of an argumentative text can help conceptual understanding. Keys (1999) described the argumentative writing process as an encounter between two cognitive spaces, a content (subject) space and a rhetorical space, where disciplinary understanding and linguistic understanding are developed simultaneously. In the content space, relevant data are identified and interpreted, conclusions are drawn and an understanding of the subject is developed gradually. In the rhetorical space, rhetorical choices are made, the significance of data is articulated, arguments are formulated, and an understanding of the genre and science itself is developed. Applied in a context where education is the subject and the genre is a teaching portfolio, the content space would consist of an educational space, with teaching examples and learning outcomes as data, which together with the rhetorical space develops both pedagogical understanding and an appreciation of the reflective writing process and of education itself. Keys' (1999) model shows the meeting between the cognitive spaces as an iterative process, which promotes the ability to repeatedly identify new problems and formulate new goals. In this way reflective writing could be a way of professional reflection, characterised by the complex mental processes, including consideration and interpretation of experiences, carried out for the purpose of professional learning and improvement of practice (Atkins & Murphy, 1995) .
Peer interaction for professional learning in teaching
In professional life, reflection is not only an individual concern. Collective reflection among members of a community of practice can contribute to development (Wenger, 1998) . Within the community, reflection thus offers a tool for change as well as a way of exploring the norms and assumptions of professional practice (Tummons, 2011) . In teaching practice, reflection and peer interaction provide powerful mechanisms for fostering the development of a teacher identity (Saroyan & Trigwell, 2015) . Consequently, the process of writing a teaching portfolio should involve peer review to offer the prospect both for individual teachers' professional learning, and for the development of the community of teaching practice at large. The process therefore assumes that teachers develop strategies for reflection and also for peer review in order to enhance their portfolio writing (Trautwein et al., 2015) .
Aim and research question
In the preparatory workshops organised for teachers, we as instructors have observed that the writing of a teaching portfolio often leads to deeper reflection on teaching practice. The aim of this project was to investigate the insights and, in the long run, effects on pedagogical practice to which a teacher's portfolio writing can lead. The purpose of the study therefore was systematically to investigate these effects by answering the question: What possible changes can teaching portfolio writing bring into academic teaching practice?
Method
Context
All respondents participated in the workshop 'The teaching portfolio' , and the majority put together a portfolio in order to apply for membership of a pedagogical academy at Lund University. Instructions to applicants at the Faculty of Engineering ask them to describe, analyse, discuss, and present information such as the following:
• A focus on the students' learning process -the applicant's teaching practices based on a learning perspective, a teaching and learning philosophy and teaching activities as an integrated whole, and the applicant's practical teaching in relation to the students.
• Clear development over time -the applicant's efforts in his or her teaching consciously and systematically to develop students' learning, together with ideas and plans for continued development as a teacher.
• A scholarly approach -the applicant's reflections on teaching activities, using higher education theory and didactics relevant to the discipline; this should also include the applicant's collaboration with others, sharing of knowledge and experience in teaching and student learning through discussions, participation in conferences, publications, and so forth.
Data collection and analysis
The empirical material consists of anonymous questionnaire responses from teachers at Lund University who have written a teaching portfolio. The questionnaire contained three questions that were answered in free text:
(1) Have you acquired any new insights by writing a reflective text for your pedagogical portfolio or has the process of writing made you notice things that you were previously not aware of? (2) If so, can your new insights be used in your teaching practice in the future? (3) Has the process of writing a teaching portfolio affected the way you talk about educational issues with colleagues? Please give examples.
A web-based questionnaire was sent to all participants in four workshop sessions conducted in 2014-2016: a total of 77 teachers from the faculties of Engineering, Science and Social Sciences. It was disseminated about four weeks after completion of the workshop, with a reminder one week later. A total of 26 teachers replied, resulting in a response rate of 34%. All responses were originally provided in Swedish, and the quotes presented in this paper are translations made by the authors. Because of the relatively small number of teachers from each faculty, no comparison has been made between faculties.
Responses were subjected to content analysis (Cohen, Manion, & Morrison, 2007) . As a method, it provides a way to systematically examine the content of texts in order to identify, categorise and describe recurring themes. The method is well suited for descriptive research questions, and in cases where it is important that various aspects of a subject be illuminated (Cohen et al., 2007; Miles & Huberman, 1994) . As a first step, the two researchers individually read the answers from the questionnaire. During the reading, we identified recurring themes where the teachers explained how the writing of a teaching portfolio had (or had not) led to new insights. For each survey question we classified different aspects in the teachers' responses. These were later compiled in themes. We thus made a categorisation from an inductive analysis, where responses were compared and the themes could be identified in the process. After the first individual identification of the themes we discussed the classification until consensus was reached. This created a unified picture of the categories of teachers' answers.
Results
Teachers answered three questions about the experience of writing a teaching portfolio. The first question concerns the insights that teachers may have acquired by writing a portfolio. The second question addresses the effects that may result from the insights. The third question focuses particularly on how collegial conversations may have been affected by the teachers' portfolio writing.
For each of the questions we present a summary of teachers' responses based on the themes that have been identified. Question 1 is just reported briefly since these aspects have already been discussed in the literature (FitzPatrick & Spiller, 2010; Jones, 2010; Trautwein et al., 2015) . This question was answered by 26 teachers, 24 of whom responded that insights had been acquired. The themes that recur in the teachers' answers are about becoming aware of their role as educators, better understanding what leads to learning and how this can be observed and evaluated, becoming aware of their own development, and seeing the value of documenting and reflecting on their teaching practice. Two teachers did not report that insights occurred.
Question 2) If there are some insights, can they be used in your teaching practice in the future?
Answers to this question were given by 24 teachers. Among these answers, three recurring themes were identified, which have to do with confidence in the teacher's role, a systematic approach to teaching and assessment, and the developmental trajectory as a teacher. In addition, a fourth theme, importance of collegial exchange, was identified in five of the respondents' answers. However, since question 3 specifically deals with this theme it will not be further expanded on here.
Confidence in the teacher role
Eight of the answers describe how increased awareness will lead to increased confidence in the teacher's role. This is expressed in terms of growing experience as well as awareness about the link between practice and theory/teaching philosophy, as illustrated by the following examples.
I will be more assured that what I am doing is good and fits with my philosophy. I will feel more confident.
I think I will be a better teacher who dares to try different methods of teaching because I feel safer when I rely on my own experience.
Another teacher emphasises the role of the teacher as a leader and the need to be able to express a pedagogical standpoint, both for him-/herself and others. The teacher reasons how writing a portfolio has developed this ability, which in turn has led to increased confidence in teaching.
I have become confident in my teaching since now I can put words on what actually is the core of my teaching. It does not change my approach and way of teaching/examining, but it means that I can now explain concisely to others and myself what my individual educational profile is. I've obviously had this profile for a long time, but it was not easy to be explicit about it before I had to express it in the portfolio. Now I can. I think that educational leadership should probably be based on a leader who knows what he/she stands for, more than what is in the curriculum.
Two teachers explicitly describe how it will make it easier to argue for their educational choices and to motivate students. An example is:
I can clarify the educational concept of the course for students and how they are expected to work to acquire knowledge. I can do it regardless of whether the course uses alternative teaching methods or is more traditional. I will be able to work better with the motivation of relatively less motivated students.
Another finding, exemplified by the following quotes, is that increased awareness will help the teacher to make informed decisions, be focused, and set priorities.
You rarely have time to do all that you would like to do so I think it will be easier to prioritise what needs to be done to get the desired results and what can opt out if time becomes an issue. Thus, it becomes easier to prioritise in the future.
No major change compared with the continuous improvement process for me. Clear educational principles, however, will make the work more focused.
Systematic approach
A theme that recurs in six answers relates to how increased awareness may contribute to a systematic approach to both teaching and assessment. One teacher describes how this may affect the theoretical basis of educational practice, but also the assessment of the outcomes.
Hopefully I don't do things randomly, but I have a clear connection to the theory, and I can evaluate my teaching to get 'proof ' of whether my thoughts work or not.
Another example shows how a teacher, through the reflection process, has got support for his/her ideas about how a systematic survey of students' learning can be implemented.
A couple of ideas I had carried on previously will (probably) be put into practice because of the reflection process. Their realisation and relevance became clearer with the portfolio work. It feels good! (In my case it is, for example, a systematic exploration of students' perceptions and misconceptions, as I have done in isolation of each course, but with simple means I think I can even compare over time and between course sessions.)
The own trajectory of development In four cases, teachers express how new insights have shaped their thoughts about their own future development. Three of the cases deal with development within the context of teachers' current practice. An example of this is the following quote, where the teacher describes his/her plans to use student evaluations as a basis for educational development.
I have already come up with several ideas for how to collect and document the students' appreciation of my effort, and ideas for improving my teaching.
Another example reflects how new insights have encouraged a teacher to broaden his/her practice and work with educational leadership.
I've realised that I'm much more interested in educational leadership than I thought at the start, so this I would like to work with if I ever get the chance.
Question 3) Has the process of writing a teaching portfolio affected the way you talk about educational issues with colleagues? Please give examples
The question was answered by 24 teachers. Of those responding, four reported already well-developed educational conversations with colleagues, and that the portfolio writing had not resulted in any change. Seven teachers answered 'No' , and one 'Do not know' . In two responses, the teachers described that it was the workshop (the context in which they wrote their portfolio), rather than the writing process itself, that had led to educational conversations. This is exemplified by the following quote:
No, I cannot really say. It is a short time ago since I wrote my portfolio and there have not been so many opportunities to talk about educational issues since. During the course [teaching portfolio workshop] when we worked in the groups, however, discussions of the portfolios were something concrete to start with, for example comparing examples.
The other ten teachers describe how writing a teaching portfolio has influenced the discussion on educational issues with colleagues in different ways. These issues can be categorised as concrete, practical in nature and directly related to their own everyday teaching situation, or general, where the practice is related to theory and related to a wider context.
Exchange of concrete, practical experiences
In four cases, teachers advance how they exchange concrete experiences and discuss issues relating to both teaching and course responsibility in collegial conversations, as illustrated by the following quotes. The third example particularly highlights that the portfolio writing has made it easier to argue for a position, not only towards colleagues but also students. In the fourth example the teacher emphasises how collegial exchange can raise the status of teaching.
The fact that a number of colleagues have applied, or are about to apply to the pedagogical academy, there are more conversations about learning. We exchange thoughts and ideas about teaching and advise each other on useful methods.
It has stimulated an ongoing conversation that already existed. Concrete examples are that my colleagues also, in turn, reflect more on their course responsibility, and that we together try to renew and optimise learning.
I can more easily argue my position on individual cases than I could before. This applies in conversations with colleagues, but equally important in conversations with students.
Absolutely. We talk a lot more about pedagogical issues now among colleagues, both with the group that has taken the course [workshop] , and with others who have not done so. Almost daily I see examples of how we change and improve our teaching because we talk about it instead of previously when each teacher worked on their own. Yesterday such a conversation led to a colleague and I exchanging lectures on a course so that they fit our disciplines better. On the whole these discussions will lead to a greater understanding of educational issues and these issues now are raising the status of teaching activities which is very pleasing.
Collegial exchange leading to general, wider perspectives
In addition to everyday, practical questions that teachers describe in four cases, collegial discussions are also related to teaching and learning on a more general level by seven of the respondents. The following examples illustrate how the conversations between colleagues have come to be characterised by a broader perspective and include a critical approach to their own teaching.
Yes, writing a portfolio means that you describe your pedagogical practice. Once I've done it in writing it is easier to talk about it -with colleagues and others. Portfolio writing (and reading others' portfolios) made me realise that my practice certainly was different from that of my colleagues, which makes me curious to know how they think.
We often talk about educational issues in our department, but the more organised conversation with my two critical friends was very stimulating. I chose my critical friends on the basis that they do not teach the same subject as I do and so I have not talked so very much about teaching methodology with them. I use many specific methods that work very well in my particular subject, but to talk to people whose subjects are of a completely different nature has broadened my horizon and opened up to other potentially useful ideas.
Every new experience makes me expand my repertoire of interaction with my colleagues. I can now describe my own experiences and critically examine myself and my teaching practice and how I put my pedagogical principles into action. I have noticed that the process of considering whether there was any inherent contradiction or conflict in the principles of my teaching practice has raised some surprise among my colleagues. I think it's very interesting to think about such things, and I do so to a greater extent now, and also bring it up with my colleagues.
Discussion
In this study, we have investigated the experienced impact that the writing of a teaching portfolio had on academics' teaching practice. We cannot know with certainty whether the teachers really have got the insights they describe. However, from the many consistent instantiations of answers, it is reasonable to assume that the writing of the portfolio actually has led to new insights.
In the following we discuss the themes identified in the survey responses in relation to advancement towards the scholarship of teaching and learning. In addition, we suggest how portfolio writing can support professional learning and pave the way towards academic development.
Interaction with students
The themes that concern how the process of writing a teaching portfolio has changed interaction with the students primarily relate to enjoying greater security in the role of teacher and in the teaching situation. More specifically, it means feeling confident in choices and being able to provide grounds for them to students. Similar experiences have been reported in a study of New Zealand teachers in higher education who say that the writing of a teaching portfolio gave confirmation to their identity as a teacher (FitzPatrick & Spiller, 2010) . All these experiences, thus, support the notion that reflection, here by means of portfolio writing, offers a powerful mechanism for fostering the development of a teacher identity (Saroyan & Trigwell, 2015) and professional development (Trautwein et al., 2015) . While teachers' ability to articulate a rationale strengthens confidence, the lack of a language with which to talk about teaching and learning, correspondingly correlates with lower levels of confidence (Young & Irving, 2005) .
Development of teaching practice
Teachers also describe how portfolio writing can contribute to a change in teaching practice. The survey was undertaken only about one month after they wrote their portfolios. This means that there was little time for making actual changes in the classroom during this period. Many of the respondents' responses, therefore, focus on the planning phase of teaching practice. Within all the themes identified there are concrete examples of how insights gained by the writing process led to a more conscious and systematic way of planning teaching practice. One aspect that recurs in several answers is how the teachers, by linking their own experience to theory, can better understand, justify, and change their practice. The various examples given by the teachers thereby illustrate how this linking can create opportunities for developing individual teachers' practice (Trautwein et al., 2015) . As argued by Trowler and Cooper (2002) , only practice rooted in 'explicit, rigorously evaluated theory' stands a chance of bringing about effective learning. In terms of Keys' (1999) model for learning through writing, it could be concluded that the writing of a reflective teaching portfolio may promote both the teacher's teaching and their reflective ability, and thereby also a scholarly approach to educational practice. Furthermore, such an integrity of practice enables innovative practice to be justified and disseminated (Young & Irving, 2005) .
Collegial exchange
In some cases, teachers' portfolio writing ultimately led to a change in educational conversations between colleagues, and a willingness to share experiences and insights. Thus, it has created the conditions for increased sharing with colleagues. Such discussions and exchanges of experience are very important for the development, not only of the individual teacher, but also of teachers' collective and educational practice (Roxå & Mårtensson, 2009 ). This reasoning is consistent with the idea contained in the concept communities of practice (Wenger, 1998) : that learning can take place when individuals within a community of practice work towards common goals, and that conditions for innovation, and the development and dissemination of tacit knowledge can be created within the group. As explicated by Buckridge (2008) , this process of bringing tacit knowledge to consciousness and articulating it into a public portfolio text can impel a continuing cycle of professional learning among colleagues. The learning effects could, importantly, benefit early-career academics -something that was implied in the current survey. The writing of a teaching portfolio offers an opportunity not only to learn about teaching, but about professional agency, institutional context, and continuing professional learning (Trevitt et al., 2012) . The discussions and collegial exchanges that academic teachers' writing and peer review of teaching portfolios help to promote, can thus contribute to improving higher education. This resonates with the approach advocated by Hoekstra and Crocker (2015) , in which faculty development by means of ePortfolio writing may include increased awareness of areas for improvement, and more explicit planning of professional learning.
Excellence, expertise, and scholarship of teaching and learning -assessment criteria and professional learning
Teachers' reported effects could be categorised using Kreber's (2002) levels of excellence, expertise, and scholarship of teaching and learning. Improved interaction with students and a greater perceived confidence in the teacher's role can be said to correspond to teaching excellence, while developing their own teaching with the support of informed educational discussion, grounded in the literature, shows expertise. Finally, engagement with the scholarly contributions of others on teaching and learning, reflection on their own teaching and the learning of students, and communication and dissemination of aspects of practice would demonstrate scholarship of teaching and learning (Trigwell, Martin, Benjamin, & Prosser, 1999) . The criteria of the pedagogical academies at Lund University correspond essentially to the expert level. It is also to this level that most teachers' insights in this study can be related. Based solely on the responses to the questionnaire, we cannot determine whether these teachers are also excellent in their practice. A well-functioning practice, however, is one of the assessment criteria of the pedagogical academies at the university. If we assume that the teachers also meet this criterion, their perceived insights reflect the move from excellent to expert, a development that it is likely the portfolio writing will have helped with. The highest level, scholarship of teaching and learning which is, in addition, characterised by the dissemination of knowledge and experience, is also seen in a few of the teachers' statements. A conclusion is therefore that portfolio writing may promote the transition from the level of excellence to expertise, as well as from expertise to scholarship of teaching and learning.
What is written in the teachers' portfolios is obviously affected by the preparatory workshop design and the criteria of the pedagogical academies. Some of the teachers in this study claim that their portfolio writing has been affected by the fact that it will form the basis for an assessment. Teachers feel that the writing was characterised by making tactical choices rather than by the possibility of engaging in educational development, an effect that has been noted in other contexts (Jones, 2010) . There can, thus, be a conflict between several purposes, such as between promotion and development (FitzPatrick & Spiller, 2010) . Although many of the teachers in this study have submitted their portfolio to a pedagogical academy, the responses generally show that there does not appear to be a perceived contradiction between writing for promotion and for development. One contributing factor may be the preparatory workshop, which encourages reflective rather than normative portfolios, and emphasises development of the teaching practice over time.
Advancement towards the scholarship of teaching and learning
Although the criteria can be perceived as controlling the portfolio writing for some teachers, they can also provide support for the writing process. The criteria emphasise the importance of linking teachers' practice to educational literature and spreading knowledge beyond the local context. In this way, excellent teachers are encouraged to take the step towards the expert level, of demonstrating a link between theory and practice and reaching the level of the scholarship of teaching and learning, where knowledge building and dissemination of experiences become more prominent (Ashwin & Trigwell, 2004) . No matter what level, the writing of a portfolio can lead to progression, and thus contribute to an emerging academic community of practice that is characterised by a scholarly approach to teaching and learning. As argued by Buckridge (2008) , it is the longer-term interplay between text and action that is developmental, and hence, regardless of the purpose of preparing a portfolio, the continuous portfolio writing process could have a developmental effect.
The present study illustrates the impact that writing of teaching portfolios can have on academic teaching practice and professional learning. Hence, creating opportunities for portfolio writing can effectively promote academic development. By integrating portfolio writing -accompanied by peer feedback -into teacher training courses, a reflective approach can be encouraged within the community of academic teaching practice. This way of systematically integrating reflective writing can constructively contribute to the progression of teachers' skills to write in the portfolio genre as well as their capacity for reflective and peer interaction. In addition to monitoring the quality of teaching practice, the writing of teaching portfolios can, thereby, facilitate academics' advancement towards the scholarship of teaching and learning.
